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Abstract
Wheat, Doris H. Ed,D. The University of Memphis. December, 2016. Examining the
relationship of selected pre-service teachers’ self-efficacy and their praxis scores.
Major Professor: William Hunter, Ed.D.
Despite the increasing number of motivated students enrolling into teacher education programs,
teacher attrition continues to be high. Although teachers tend to perform best after five years of
experience, nearly 50% of teachers entering the profession leave within the first five years.
Consequently, it is important for researchers and practitioners to determine the factors that
explain attrition and identify strategies that increase retention of teachers. The purpose of this
quantitative study was to examine the impact of academic performance, licensure levels, and
demographic characteristics on the self-efficacy of undergraduate pre-service teachers enrolled in
a dual licensure program at a university located in the southeastern part of the United States. The
research design of the study was quantitative whereby a sample of 37 pre-service teachers
enrolled in an undergraduate teacher education program provided survey responses associated
with the research questions.
Keywords: dual licensure, self-efficacy, undergraduate

iv

Table of Contents
Chapter

Page

1

Introduction
Background of the Study
Statement of the Problem
Purpose of the Study
Research Questions
Significance of the Study
Limitations of the Study
Delimitations of the Study
Definitions of Terms

1
1
3
3
4
4
6
6
7

2

Review of the Literature
Introduction
Statement of the Problem
Theoretical Framework
Historical Perspective of Self-Efficacy
Teacher Self-Efficacy
Pre-Service Teachers
Teacher Assessment Tools
Elementary Teachers: Grades K-5
Middle School Teachers: Grades 6-8
High School Teachers: Grades 9-12
Purpose of the Study
Research Questions
Conclusion

9
9
9
11
12
13
19
21
24
25
26
32
32
33

3

Methods
Research Methods and Approach
Null Hypotheses
Setting and Sample
Setting
Sample
Instrumentation and Materials
Instrument
Operational Variables
Data Collection Procedures
Statistical Analysis
Research Questions
Summary

35
35
35
36
36
36
39
39
41
43
44
44
46

4

Findings
Teacher Self-Efficacy Instrument (TSEI)
Research Questions and Hypotheses

47
47
48

v

Praxis Scores
Other Factors
Participants
Results
Research Question 1
Research Question 2
Research Question 3
Research Question 4
Summary
5

49
51
51
53
53
54
54
55
57

Discussion
Discussion of Findings
Interpretation of Findings
Implications
Limitations
Validity
Recommendations for Future Research
Summary
References
Appendices
A.
B.
C.
D.
E.

59
59
62
65
66
67
68
69
71

Permission from Author to Use Instrument
Demographic Questionnaire
Teacher Self-Efficacy Scale
Approved Institutional Review
Approval from College of Education

vi

92
93
94
97
99

List of Tables
Table

Page

1. Eight Action to Develop Sustainability in Pre-service Teachers

17

2. Description of Studies of Pre-service Teachers and Self-efficacy

31

3. Suggested Course Sequencing for Teaching All Learners

37

4. Licensure Areas of Teacher Education Program Enrollment

38

5. Content Validity: Dimensions and Level of agreement

40

6. Reliability: Teacher Self-Efficacy Instrument Alpha Levels

41

7. Description of Independent Variables

42

8. Praxis II Subject Assessment

50

9. Combined Participants Demographics

52

10. Descriptive Statistics for Academic Enrollment

53

11. Relationship between Demographics

55

12. Relationship between Academic Performance

57

vii

Chapter 1
Introduction
The process of providing formal education to students requires a complex set of tasks,
and teachers are responsible for delivering these tasks on a daily basis, and teacher education
programs (TEP) are used as the means to provide the foundation for prospective educators
(Darling-Hammond, 2006; Ross, 2015; Stohlmann, Moore, Cramer, & Maiorca, 2014). The
definition of “pre-service” encompasses a broad scope. A pre-service teacher is a college student
enrolled in a school–based classroom experience and seeking licensure to teach for the purpose
of this study (Collaborative for Academic, Social, and Emotional Learning [CASEL], 2015). The
pre-service teaching experience is necessary for the effective development of teachers (Connelly
& Graham, 2009; Pendergast, Garvis, & Keogh, 2011). It is recommended that teacher
preparation programs ensure that pre-service teachers have in-depth knowledge of one discipline
(Math or English) in order to positively impact teacher self-efficacy (Wu & Chang, 2006). Math
and English are the foundational skills of all other subject areas. Teachers address Common Core
State Standards (CCSS, 2011) for each grade level. This study will investigate the self-efficacy
of undergraduate pre-service teachers enrolled in a dual licensure program (general education
and special education). In this study, teacher self-efficacy refers to a teacher’s belief in his or her
ability to complete the steps required to accomplish a particular teaching task in a given context
(Ozder, 2011; Singh & Billingsley, 1996; Soodak & Podell, 1997).
Background of the Study
In an effort to help all children in the United States, Congress enacted the Elementary and
Secondary Act (ESEA) of 1965 (Public Law [P.L.] 89-10) for the primary purpose of providing
children from low-income families with equal access to a quality education (Goddard, Goddard,
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& Tschannen-Moran, 2007; Meyer, St. John, Chankseliani, & Uribe, 2013). Simultaneously,
higher education programs began to reevaluate the manner in which they prepared teachers
(Cheruvu, Souto-Manning, Lenel, & Chin-Calubaquib, 2015; Cowan & Goldhaber, 2014).
Despite these efforts, there were socioeconomic and racial disparities in curriculum and available
instructional resources (National Center of Education Statistics [NCES], 2015). Evidence from
student achievement measures indicated that underprivileged communities were not making the
same academic gains compared to their more affluent counterparts (Peske & Haycock, 2006).
Therefore, the amendment of ESEA refocused on teacher quality through the No Child Left
Behind (NCLB) Act of 2001 (Darling-Hammond & Hill, 2015). The purpose of NCLB was to
increase student achievement by assuring students receive instruction by a “highly qualified
teacher” (US Department of Education [USDOE], 2011; National Education Association [NEA],
2015). Recently, President Obama passed the Every Student Succeeds Act (ESSA) in 2015
which primary purpose is to assure that all students are career or college ready upon exiting high
school.
Additional research has focused on measuring teacher self-efficacy to examine whether it
correlates better with retention and student outcomes (Darling-Hammond, 2006; TschannenMoran, Hoy, & Hoy, 1998). Teachers with a high sense of self-efficacy tend to take more
responsibility for their role in shaping the direction of the learning experience and exert more
effort toward learning objectives and activities (Pajares, 1992; Tschannen-Moran et al., 1998).
Research trends also indicate teacher self-efficacy is positively linked to higher job satisfaction,
higher student performance, and better student outcomes (Bandura, 1995; Caprara, Barbaranelli,
Steca, & Malone, 2006; Clark, Clark, & Brey, 2014; USDOE, 2011).
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Statement of Problem
Previous research indicates that approximately 50% of all teachers (elementary, middle,
and high school) entering the profession leave within the first five years (Auguste, Kihn, &
Miller, 2010; Howes & Goodman-Delahunty, 2015; Kim & Roth, 2011; Lee, Patterson, & Vega,
2011; Mehrenberg, 2013). However, teachers with higher academic achievement (higher Praxis I
and II scores) are more likely to stay in the profession (Caprara et al., 2006; DeJong et al., 2014;
Skaalvik & Skaalvik, 2007; Tschannen-Moran & Hoy, 2001). Evidence also suggests that higher
teacher achievement (Grade Point Average (GPA) and Praxis) correlates with higher teacher
self-efficacy (Bedel, 2016; Dunst & Bruder, 2014). Despite the broad range of evidence, the
majority of research in the area of teacher self-efficacy and its association with academic
achievement is limited to indicators of academic grades and entrance examinations of preservices teachers (Bedel, 2016; Ingersoll, 2007; Newton, 2010). Moulding, Stewart, and
Dunmeyer (2014) suggest that more research is needed to better understand how self-efficacy
impacts pre-service teachers. The proposed study extends the literature by examining the
association between academic skills and self-efficacy among pre-service teachers enrolled in an
optional dual licensure program.
Purpose of the Study
The purpose of this quantitative study is to examine whether academic performance
(Praxis I and Praxis II scores) and demographic factors (gender, ethnicity, and enrollment length
of time) are associated with self-efficacy of dual licensure pre-service teachers, which may have
implications for teacher retention. The independent variables are academic performance (Praxis
scores), licensure level (elementary, middle, and high school), and demographic factors (gender,
ethnicity, and length of enrollment time). The dependent variable is self- efficacy. In addition,
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the study will determine the magnitude of the associations. The above variables extended the
body of research from previous studies.
Research Questions
The research questions for this study are focused on the self-efficacy of undergraduate
pre-service teachers in a K-12 dual licensure program for general education and special
education:
1. Is there a relationship between academic performance (Praxis I and Praxis II) and
self-efficacy among undergraduate pre-service teachers seeking dual licensure?
2. Is there a relationship between licensure level (elementary, middle, and
high school) and self-efficacy among undergraduate pre-service teachers seeking dual
licensure?
3. Is there a relationship between demographic factors (gender, ethnicity, and
length of enrollment) and self-efficacy among undergraduate pre-service teachers
seeking dual licensure?
4. What is the magnitude of the relationship between academic performance,
licensure level, demographic factors, and self-efficacy of undergraduate pre-service
teachers seeking dual licensure?
Significance of the Study
Teacher education programs must understand what factors positively impact pre-service
teachers’ self-efficacy in order to provide pre-service teachers with what they need to be
prepared upon entrance into the classroom (Council for Exceptional Children, 2012; National
Council for Accreditation of Teacher Education, 2015; Research and Development, 2012).
Examination of the psychological capital of pre-service teachers may offer insight into how
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programs might recruit a better-prepared and diverse teacher workforce (Luthans, Avolio, Avey
& Norman, 2007). The formal definition of psychological capital is:
an individual’s positive psychological state of development that is characterized
by (1) having confidence (self-efficacy) to take on and put in the necessary effort
to succeed at challenging tasks; (2) making a positive attribution (optimism) about
succeeding now and in the future; (3) persevering toward goals and, when
necessary, redirecting paths to goals (hope) in order to succeed; and (4) when
beset by problems and adversity, sustaining and bouncing back and even beyond
(resilience) to attain success. (Luthans, Avoli, Avey, & Norman, 2007, p. 42)
Evidence from this study may highlight predictors of self-efficacy in the context of academic
skills and demographic factors. According to Sivri and Balci (2015), past research has heavily
ignored the fact that self-efficacy may vary for different skills and sub-areas of teaching.
Teacher education programs are getting more attention due to the NCLB Act’s (2001)
requirement. The new law required the placement of highly qualified teachers in every classroom
(Goodwin & Oyler, 2008). Because measures of student outcomes are important in PreK-12
classrooms as well as high-stakes testing, it is critical that higher education programs build
capacity in order to prepare teachers to meet higher expectations (Organization for Economic
Co-Operations and Development [OECD], 2010). McCall, McHatton and Shealey (2014) believe
it is necessary to assess the quality of graduates in an effort to improve accountability in teacher
preparation programs.
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Limitations of the Study
As with previous research, the limitations of this study have influenced the results. The
study was a quantitative, cross-sectional design, which only compared the self-efficacy of preservice teachers at a single point in time. As a result, the study could not determine if selfefficacy levels were higher before attainment of academic skill scores. Another limitation was
the lapse in time between pre-service teachers’ survey administration and Praxis scores. The
survey instrument was administered at the end of the semester whereas Praxis assessments were
a requirement before graduation. Participation in the study was voluntary, and participants were
students enrolled in the teacher education program, which served as a convenience sample since
a random sample was not feasible. Lack of randomization potentially decreased the
generalizability of the findings to other pre-service teacher programs.
Delimitations of the Study
The study is delimited to undergraduate pre-service teachers seeking dual licensure
(general and special education) who complete all questions of the surveys. Because this study did
not compare the pre-service teachers’ self-efficacy, the examination of the temporal association
between academic skills and self-efficacy was limited. The sample was comprised of pre-service
teachers from one university.
A comprehensive review of the existing literature revealed a vast amount of research
investigating teacher self-efficacy in elementary school teachers; however, there is little evidence
on self-efficacy among secondary teachers with dual licensure. In addition, measurement of selfefficacy is inconsistent and varies by discipline and setting. The findings on the association
between academic performance and pre-service teacher self-efficacy are not consistent;
therefore, further investigation is warranted.
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Definition of Terms
Elementary pre-service teacher - is a college student involved in a school-based field
experience who plans to gain a licensure to teach in an elementary school setting (HamiltonJones & Vail, 2014).
Secondary pre-service teacher - a college student involved in a school-based field
experience who plans to gain a licensure to teach in grades 6 through 12 in a school setting
(Hamilton-Jones & Vail, 2014).
Dual licensure program - college program that allows student to gain a licensure to teach
in general education and special education (Cyr, McDiarmid, Hilpin, Stratton, & Davis-Delano,
2012).
Praxis I- Pre Professional Skills Test - Praxis series of assessments that measure
academic skills in reading, writing, and mathematics (Education Testing Service, 2015).
Praxis II-Subject Assessments - three tests that measure subject-specific content
knowledge, as well as general and subject specific teaching skills, that beginning teachers need
to understand (ETS, 2015).
Pre-service teacher - a college student involved in a school-based field experience
(CASEL, 2015)
Self-efficacy - a person’s belief in his or her ability to succeed at a particular task in a
given context (Bandura, 1997; Tschannen-Moran, Hoy, & Hoy, 1998; Zimmerman, 2000).
Teacher Self-efficacy - a teacher’s belief in his or her ability to complete the steps
required to accomplish a particular teaching task in a given context (Ozder, 2011; Singh &
Billingsley, 1996; Soodak & Podell, 1997).
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Students with disabilities - students eligible for special education if (a) the student has a
disability and (b) the student, because of the disability, needs special education and /or related
services. Under Individual with Disabilities Education Act [20 U.S.C 1401 (1997)], there are 13
categories:


Autism



Blindness



Deafness



Emotional Disturbance



Hearing Impairment



Intellectual Disability



Multiple Disabilities



Orthopedic Impairment



Other Health Impaired



Specific Learning Disability



Speech or Language Impairment



Traumatic Brain Injury



Visual Impairment
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Chapter 2
Review of Literature
Introduction
This study examines the association between pre-service teachers and self-efficacy. The
concept of teacher self-efficacy has received renewed interest in the field of education due to the
current efforts to reform education in the United States (Bray-Clark & Bates, 2003; Wheatley,
2002). There are multiple research studies focusing on teacher self-efficacy in relation to preservice teachers; however, there are few studies in the literature examining the self-efficacy of
pre-service teachers seeking dual licensure in general education and special education (MinayaRowe, 2014; Oyler, 2011). This study seeks to identify factors associated with the self-efficacy
of dually licensed undergraduate pre-service teachers.
Statement of Problem
The U. S. Department of Labor (2014) predicts a teacher workforce of over 52,000 to
meet the educational needs of the 15.8 million children expected to be born between now and the
year 2022 (U. S. Census Bureau, 2015). Understanding the relationship between teacher selfefficacy and attrition is important because of the continued need for a growing and sustainable
teacher workforce (DiCarlo, 2015; Pendergast et al., 2011). In this study, attrition refers to the
number of teachers that leave a school system within any one given year (DiCarlo, 2015;
Pendergast et al., 2011). According to the National Center for Education Statistics (2015), the
best estimate of teacher attrition rate is roughly 50 percent, which indicates that almost two in
four teachers leave the profession. Teacher preparation and licensure programs have changed
dramatically in recent years (Blanton & Pugach, 2011; McLeskey, 2011; McLeskey & Brownell,
2015). In the past, pre-service teachers were only able to obtain certification in general
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education or special education. Consequently, directors of teacher education programs realized
the need to develop techniques and strategies that help to support pre-service teacher
development of self-efficacy (Lui & Bonner, 2016; McLeskey & Brownell, 2015).
Increasing self-efficacy among pre-service teachers and new teachers is likely to
influence increased retention in the profession (Brown, 2012; Dorel, Kearney, & Garza, 2016).
Approximately half of the teachers entering the profession leave within the first five years
(Dall’Alba & Sandberg, 2006; Leko & Brownell, 2009; Mehrenberg, 2013). Teacher attrition
and retention are linked to teacher self-efficacy, defined as the belief teachers hold about their
ability to bring desired instructional outcomes or increase student performance (Barari & Barari,
2015; NCATE, 2010; Tschannen-Moran & Hoy, 2001). Teacher self-efficacy is associated with
several outcomes, including job satisfaction and student performance (De Jong et al., 2014;
Jenkins, 2015; Ozder, 2011; Tschannen-Moran & Hoy, 2001). In order to enhance pre-service
teachers’ ability to manage a contemporary classroom, researchers suggest providing teachers
with instructional strategies to improve self-efficacy (Buchanan et al., 2013). Because of the
societal demands currently placed on teachers, it is increasingly important that pre-service
teachers receive training to develop skills that will positively sustain them throughout their
teaching careers (Klassen, Virginia, Betts, & Gordon, 2011; Schwarzer & Hallum, 2008). Lack
of training is problematic and may influence pre-service teachers’ retention in the profession.
More specifically, based on Bandura’s (1977) theory of self-efficacy, lack of training may affect
pre-service teachers’ levels of self-efficacy.
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Theoretical Framework
The theoretical framework that grounds this research is Bandura’s social cognitive
theory. Bandura (1995) defines self-efficacy as the belief in an individual’s capability to organize
and execute the course of action required to manage future situations. The concept of selfefficacy is based on an individual’s execution of control rather than the outcome. Bandura (1995,
1997) explains that self-efficacy is only one component of the social cognitive theory. Bandura’s
social cognitive theory focuses on how behavior and growth are affected by the cognitive
operations that occur during social activities. According to Benight and Bandura (2004), selfefficacy is only one component of the social cognitive theory that applies to education.
The social cognitive theory states that behavior is learned and performed after
observation. An individual is able to form an idea of how a series of components to produce a
new behavior representation by observing a model of the desired behavior (Bandura, 1997). The
theory serves as a guide for behavioral reproduction and learning, and learning occurs through
central procession of direct information (Bandura, 1997). Bandura (1997) explains that most
human behavior is learned through modeling (i.e., conscious or nonconscious observation of
behaviors). Behavior is also learned through self-modeling. Individuals can learn approximately
what to do before participating in an action from modeled behaviors. Because humans have the
capacity to learn from others, the amount of trial and error that is required in completion of a task
is reduced because of observation (Bandura, 1997).
Many skills that individuals learn are not immediately used but are placed in the memory
for future tasks. However, the majority of skills learned through observation are perfected only
through active participation. Bandura (1997) also explains the importance of understanding that
characteristics of the learner are important in the acquisition of skills. It is important to
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understand that physical enactment, factual knowledge, and procedural knowledge all impact
learning (Bandura, 1997; Bransford, Brown, & Cocking, 2000). Therefore, teacher education
programs should help pre-service teachers develop an integrated knowledge framework in order
to move beyond factual and procedural knowledge in academic preparation and training
coursework (NCTQ, 2014).
Historical Perspective of Self-efficacy
In order to understand the current state of education, it is necessary to understand the
foundation of teacher self-efficacy. According to the internationally renowned psychologist
Albert Bandura, individuals who engage in self-development are more prone to influence their
destiny (Bandura, 1986, 1991). Several decades ago, Bandura developed the concept of “selfefficacy” (Bandura, 1986, 1991, 1995; Erbe & Normore, 2013). According to Bandura (1986,
1991), self-efficacy is a belief in one’s capabilities to organize and execute the course of action
required to manage future situations. The concept of self-efficacy is the ability of an individual’s
execution of control rather than the outcome.
Bandura (1986) identifies four sources of self-efficacy: enactive attainment, vicarious
experience, verbal persuasion, and physiological state. Enactive attainment is the actual personal
successes or accomplishments of the individual, sometimes referred to as authentic mastery
experience (Bandura, 1986). Vicarious experience occurs when individuals observe people
succeeding at a target task (Bandura, 1986; Wagler, 2011). For example, a vicarious experience
in education occurs when an individual pre-service teacher who directly observes a fellow
classmate obtaining success during the field experience.
The third source of self-efficacy is verbal persuasion, which occurs when others tell an
individual that he or she possesses the capabilities to succeed at a target task (Bandura, 1986).
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Research has shown that verbal persuasion has a positive influence on the psychological and
behavioral outcomes of individuals (Lamarche, Gionfiddo, Cline, Gammage, & Adkin, 2014).
When verbal persuasion is perceived as realistic and authentic, individuals’ self-efficacy is
usually positively impacted (Bandura, 1997; Hattie & Timperley, 2007).
The fourth source of self-efficacy is a physiological state and is defined as an awareness
of the emotional and physical response while attempting a task (Bandura, 1986). Self-efficacy is
a regulatory mechanism that governs the level of challenge people are willing to undertake, and
it affects actual performance on tasks that are challenging (Bandura 1986; Wood & Bandura,
1989). Self-efficacy requires time to develop, and several factors affect its development,
positively or negatively (Dell’Angelo, 2016; Haverback & Parault, 2011). For example, selfefficacy is demonstrated when an individual is confronted with a new task and believes in his or
her ability to persist and succeed in reaching that goal. Therefore, researchers identify this
component of a teacher’s self-efficacy as the foundation for self-efficacy (Tschannen-Moran,
Woolfolk-Hoy, & Hoy, 1998).
Teacher Self-Efficacy
In the field of education, Bandura’s social cognitive theory is the foundation for teacher
self-efficacy. Teacher self-efficacy is defined as teacher’s belief in his or her ability to complete
the steps required to accomplish a particular teaching task in a given context (Ashton & Webb,
1986; Tschannen-Moran et al., 1998). The concept of teacher self-efficacy is based on teachers’
confidence in how teaching positively affects their ability to serve students and support learning
(Bandura, 1986; Bray-Clark & Bates, 2003; Dell’Angelo, 2016). A teacher who believes she can
help any child improve math skills demonstrates an example of teacher self-efficacy; she has a
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high self-efficacy in her ability to teach math, and she believes in her competency to teach any
student how to solve any math problem.
Findings from one study indicate that pre-service teachers were likely to have lower selfefficacy compared to in-service teachers (Tschannen-Moran & Hoy, 2001). Similarly, selfefficacy significantly increases after teachers receive training in instructional best practices
(Brewer &Yucedag-Ozcan, 2013; Haverback & Parault, 2011). Pre and post-test measures of

self-efficacy support the importance of pre-service teachers skills taught during their schooling.
In addition, teacher self-efficacy relates to quality of teaching (Bandura, 1995; Goddard
et al., 2007). Several studies indicate that the acquisition of skills developed through practical
experience in the classroom environment leads to increased teacher self-efficacy (Basile &
Kimbrough, 2009; Dall’Alba & Sandberg, 2006; Leko & Brownell, 2009; McLeskey, 2011;
Mehrenberg, 2013; Pendergast et al., 2011; Swackhamer, Koellner, Basile, & Kimbrough, 2009).
Several conceptual models suggest that learning effective research-based practices and
development of teaching skills need to take place through developmental stages (Blumer, 1969;
Goffman, 1959; Mead, 1967). Previous research also suggests that the accumulation of skills
may take place during formal training at a university and/or during informal training in a school
(Dall’Albe & Sandberg, 2006; Leko & Brownell, 2009). Humans have a driven desire to achieve
goals. With that in mind, teachers should understand and apply Maslow’s hierarchy to teaching
and learning (Schunk, 2012).
Abraham Maslow’s (1943) hierarchy of needs provides additional information that may
provide additional understanding of pre-service teacher self-efficacy. Maslow’s Needs Theory
explains that individuals undergo development of self, this development is a process that
continues throughout life, and people are motivated to reach the highest level of self-
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actualization (D’Souza & Gurin, 2016; Maslow, 1943.) For example, when pre-service teachers
encounter difficulty in the classroom they are likely to revert to past practices despite good
intentions to use newly acquired skills and knowledge from teacher education courses (Ball &
Anderson, 2014; Bullough & Hall-Kenyon, 2011; Crowe, Allen, & Coble, 2013). Some
explanations for this behavior include lack of sufficient time for effective planning, inability to
anticipate new situations, and overall struggle to survive the instruction experience (Lemov,
Woolway, & Yezzi, 2012).
Pre-service teachers must have adequate time to learn multiple strategies as most
complex skills require mastery (National Comprehensive Center, 2011). Gradually, the
proficiency of pre-service teachers may progress from novice to competent to expert teachers
(Blumer, 1969; Goffman, 1959; McLeskey, 2011; Mead, 1967; Pendergast et al., 2011;
Swackhamer et al., 2009). Therefore, allowing sufficient time for pre-service teachers to develop
self-efficacy is necessary to impact student academic achievement and outcomes (Peske &
Haycock, 2006). Several studies state that positive student outcomes, such as higher scores on
standardized tests, result when students are taught by teachers with higher self-efficacy
(McLeskey, 2011; Pendergast et al., 2011; Swackhamer, Koeliner, Basile, & Kimbrough, 2009).
Research shows that pre-service teachers go through multiple stages of learning during their
training experiences (Glickman, Gordon, & Ross-Gordon, 2010; Zulich, Bean, & Herrick, 1992).
Pre-Service Teacher Stages of Learning. Glickman et al. (2010) explain that successful
teacher training typically involves three stages of learning: (1) orientation, (2) integration, and
(3) refinement. The orientation stage is when pre-service teachers are engaged in learning initial
real-world application, known as student teaching/practicum. Glickman et al. (2010) state that
when teachers may be ineffective if they are not guided beyond the orientation stage.
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The integration stage involves assisting pre-service teachers as they apply previous
learning in classrooms (Danielson, 2015; Glickman et al., 2010; Platt & Tripp, 2000). Teachers
are provided the time and support to develop sufficient competence and confidence to make new
skills a part of their standard repertoire of instruction (Glickman et al., 2010; Zulich et al., 1992).
The last stage is the refinement stage. The pre-service teachers should progress from having
basic knowledge to expert competence through continuous experimentation and reflection
(Glickman et al., 2010; Zulich et al., 1992).
Pre-service teachers become experts at mixing and matching strategies for optimal
student learning over time (McLeskey, 2011; Pendergast et al., 2011; Swackhamer et al,, 2009).
Others support the importance of multiple opportunities for pre-service teachers to practice
effective teaching strategies (Kilanowski, Foote, & Rinaldo, 2010; Reeves, 2010). Furthermore,
Reeves (2010) suggests eight actions that provide the foundation for sustainability after teachers
receive initial training: (1) planning and preparation for learning; (2) classroom management; (3)
delivery of instruction; (4) student progress monitoring; (5) assessment; (6) follow up on
assessments; (7) family and community outreach; and (8) professional responsibility. Table 1
illustrates a detailed presentation of the eight actions.
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Table 1
Eight Actions to Develop Sustainability in Pre-service Teachers
Action

Description

Planning and preparation for
learning

Provides a structure and context for both teacher and
student

Classroom management

Refers to the wide variety of skills and techniques that
teachers use to keep students organized, orderly, attentive
and productive during class

Delivery of instruction

Refers to the manner in which the lesson will be provide to
the class (e.g., whole group, teacher-led, or cooperative
learning)

Student progress monitoring

Refers to a practice that helps teachers use student
performance data to continually evaluate the effectiveness
of their teaching and make more informed instructional
decisions

Assessment

Refers to the wide variety of methods or tools teachers use
to evaluate, measure, and document the academic
readiness of students

Follow up on assessments

Refers to a variety of methods used frequently to measure
student progress (e.g., bell work, ticket-out door, or
student response systems)

Family and community
outreach

Refers to providing resources and information to families
to promote high quality education

Professional Responsibility

Be knowledgeable about, and behave in compliance with
state and federal laws

Source: Reeves, D.B. (2010). Transforming professional development in student results.
Alexandria, VA: Association for Supervision & Curriculum Development
Therefore, it is important for school administration to understand that there are various
factors, which influence the practices of teachers and ultimately affect student achievement
(Reeves, 2010). However, formal training begins with enrollment into a teacher education
17

program that will ensure candidates are prepared to meet all institutional, state, and professional
requirements upon completion of a program (USDOE, 2011).
Conceptual Framework of Teacher Self-Efficacy. The overall goal of education is to
train and retain teachers in the profession (Lewin, 2004). Given the high attrition rate of teachers
in the U.S., there is a need to identify factors that influence increased retention in the profession.
Provision of instructional strategies to improve self-efficacy is a key factor in producing a
sustainable work force. Figure 1 represents the conceptual framework of teacher self-efficacy
that guides this study. According to the figure, the relationship between self-efficacy, teacher
education programs, and teacher self-efficacy is a continuous feedback mechanism that
influences teacher retention. Teacher self-efficacy is measured through the Teacher Self-Efficacy
Scale (Hillman, 2000), and teacher education program is measured through a group of preservice teachers and their academic performance (Praxis scores) and licensure level. This study
examines teacher self-efficacy and components of teacher education programs. Findings from
this study can inform the training that pre-service teachers receive toward the development of
skills that increase self-efficacy. Furthermore, this study seeks to provide the basis for
developing competent teachers who will stay in the profession and positively influence student
achievement.
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Self-Efficacy

Teacher
Retention

Teacher
Education Programs

Teacher
Self-Efficacy

Figure 1. Conceptual Framework of Teacher Self-Efficacy
Pre-service Teachers
Academic Preparation/Training. Many professions require some type of training to
support the development of skills for incoming staff (Ronfeldt, 2012; Woolfolk-Hoy & BurkeSpero, 2005). The duration of this training varies (Skinner, 2005). According to Boni (2014) and
Hartwick and Kang (2013), pre-service teachers need instruction on how to cope with the many
aspects of being a teacher. Ball and Anderson-Butcher (2014) and Boni (2014) recommend that
teacher preparation programs address the aspect of stress. For example, one area that can
influence teachers’ performance is the perception of stress (Hartwick & Kang, 2013). Teacher
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education programs focus attention on introducing pre-service teachers to curriculum; however, a
very low percentage of pre-service teachers receive training on how to cope with and persevere
during times of job-related stressors (Boni, 2014; Lambert, McCarthy, Fitchett, Lineback, &
Reiser, 2015). Researchers provide additional support for understanding the importance of
teaching stress management so that educators are able to use this skill within all areas of their
lives (Boni, 2014; Naewbood, Sorajjakool, & Triamchaisri, 2012).
According to Swackhamer et al. (2009), teachers must understand that their level of selfefficacy is not inherently static; it can change in either direction. Just as Bandura’s (1986)
research explains that self-efficacy is a concept that develops over time, Rotter’s (1966) research
linked self-efficacy to locus of control because it provides an extended base for understanding
the complex continuum of learning which occurs from contingency to creativity of internal and
external self-efficacy. For this purpose, locus of control defines a person’s cognitive belief with
regards to control over life stressful events. Additionally, the National Council for Accreditation
of Teacher Education (NCATE, 2015) emphasize that teacher education programs must provide
pre-service teachers with the support they need to ensure they enhance educational outcomes for
students.
One of the indicators of quality education is the ability to identify the best teacher
preparation programs (U.S. Department of Education, 2011). Quality teaching begins with
teachers' readiness to practice effective teaching strategies independently. Teaching is not a
predisposition, but knowledge gained and the skills taught in a safe environment during the preservice experience (Dundar, 2014; Fraser, 2005). An investigation conducted by Fraser (2005)
found that pre-service teachers tend to be anxious because they feel unprepared when they
receive their classroom assignments.
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Multiple teaching approaches and effective instructional experiences during the preservice phase may increase pre-service teachers’ levels of self-efficacy and, ultimately, increase
student achievement (Fraser, 2005; Machado & Botnarescue, 2011). Several researchers suggest
that teacher education programs must take an active role in developing pre-service teachers’ selfefficacy, and these programs have begun to create and implement their own assessment system
that focuses on acquisition and application of knowledge (Brown, Lee, & Collins, 2015;
Petchauer, 2012; Taliaferro, Hammond, & Wyant, 2015). In fact, the quest for more valid
licensing examination has led teacher education programs to lean toward performance-based
assessments to measure teacher competency (Darling-Hammond, Wise, & Klein 1999).
According to previous research, teacher education programs positively influence preservice teachers’ self-efficacy because of knowledge acquired in perspective disciplines (Wu &
Chang, 2006). Research explains that pre-service teachers have an increase in perceived selfefficacy when they gain significant knowledge. Given these points, there is evidence that preservice teachers’ scores on assessments can predict their level of classroom effectiveness
(Darling-Hammond, 2010). Also, several research studies support the connection between Praxis
scores and academic achievement of pre-service teachers, where pre-service teachers’ basic
knowledge skills have been found to positively correlate to higher academic achievement.
(Clotfelter, Ladd, & Vigdor, 2007; Moulding et al., 2007).
Teacher Assessment Tools
History of Teacher Assessment. Teaching candidates have been tested as part of the
teacher certification programs with written tests for certification dating back to the early 20th
century and oral exams dating back to 1600s (Cubberley, 1906; Haney, Masaus, & Kreitzer,
1987; Mitchell, Robinson Plake, & Knowles; 2001; Porter, Youngs, & Odden (2001). One of the
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main reasons for assessing teachers is to provide criteria for entry into the educational field as
well as to help determine opportunities for career advancement (Greenberg, Walsh, & McKee,
2014; Porter et al., 2001). A second purpose of assessment is to influence teachers’ professional
growth, and a third purpose of assessment is to have a means to exemplify the knowledge and
skills that teachers should possess (Greenberg et al., 2014; Porter et al., 2001).
The Educational Testing Service (ETS) created assessments beginning in 1947. The ETS
included the Praxis series assessments (ETS, 2015). ETS developed the Pre-Professional Skills
Test (PPST) in the 1980s with the purpose of using a standardized assessment to determine
admittance into a teacher education program (Angrist & Guyran, 2008; Loacker, Cromwell, &
O’Brien, 1986). In addition, during the 1980s, states began to utilize the National Teacher
Examination (NTE) for the primary purpose of making decisions regarding issuance of initial
teacher licensure. The NTE was also a standardized, multiple-choice assessment that credited for
helping to improve programs of education (Goertz & Pitcher, 1985; Office of Educational
Research and Improvement, 1987). Currently, 41 states rely on some sort of standardized test
similar to the Praxis series, developed by ETS in 1993 to replace the NTE (Angrist & Guyran,
2008). The Praxis series consists of Praxis I, Praxis II, and Praxis III. The number of correct
answers determines praxis scores. There is not a penalty for incorrect answering (ETS, 2015).
Scaled scores determine whether a participant passes a test (ETS, 1995, 2015).
Praxis I. In order to teach in a public school system, pre-service teachers are required to
take the teacher certification examination, Praxis I. Praxis I assesses three academic areas:
reading, writing, and mathematics (ETS, 2015; NCATE, 2010). ETS established the Praxis I to
provide a comprehensive assessment that represents a measure of skills and content knowledge
(ETS, 2015). Praxis I is a requirement of both teacher education programs and teacher licensure
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in many states. Specifically, a Praxis I score is required prior to gaining admittance into a
teacher education program.
Praxis II. Praxis II is another teacher assessment; however, it is a subject assessment.
Currently, there are 92 subject assessments available. All assessments are available for online
administration except for braille (ETS, 2015). Currently, the Praxis II is comprised of two kinds
of tests: (1) multiple choice and (2) constructed-response. The multiple-choice portion of the
tests measure a broad range of knowledge across a particular subject, and the constructedresponse tests measure the ability to provide in-depth explanation of a few essential topics (ETS,
2015; Lather, 1986; NCATE, 2010). Praxis II assesses the pre-service teacher’s knowledge of the
subject that he or she plans to teach and requires illustration of the subject matter that one should
know when entering into his/her particular teaching field (Webb, 2009). There are three different
types of Praxis II assessments:


Praxis II Principals of Learning and Teaching (PLT) tests measure the pedagogical
knowledge in the area of early childhood, kindergarten through 6th grades, 5th through 9th
grades, or 7th through 12th grades.



Teaching Foundations tests focus on your knowledge of pedagogy in five major subject
areas including English, Language Arts, Math, Science and Social Studies.



Subject Assessments measure knowledge and teaching skills for a specific subject (ETS,
2015)
Since 2001, NCLB has required that all newly hired teachers in schools receiving Title I

funds be certified in the grade level or subject of choice, and states are able to decide what is
necessary for certification. According to the United States Department of Education (USDOE,
2014), new elementary school teachers who enter the profession must successfully pass a state
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test on subject knowledge and teaching skills in math, language arts, writing, and other basic
areas of basic elementary school curriculum. Likewise, new middle and high school teachers
who enter the profession must demonstrate competency either by passing a state test or by
completing an academic major or coursework equivalent to an academic major (NCATE, 2010;
USDOE, 2014). With this in mind, the following sections will provide a review of literature
unique to each grade level: elementary, middle, and high school.
Elementary Teachers: Grades K-5
There is a significant difference among elementary, middle, and high school teachers in
relation to self-efficacy (DeBernardo, 2011; Ryan, Kuusien, & Bedoya-Skoog, 2015; Shoulders
& Krei, 2015). In addition, Pfitzner-Eden (2016) asserts that the grade level affects the efficacy
of teachers. Chang (2015) examined relationships among 58 fifth-grade elementary mathematics
teachers utilizing the Mathematics Teachers’ Efficacy (MTE) scale. The purpose of the study
was to examine the effects of the mathematics teachers’ self-efficacy on their students’ selfefficacy. Outcomes of fifth-grade students correlated with level of MTE of their teachers: high
MTE (M = 53.16), middle MTE (M = 48.93), and low MTE (M = 45.18). The author
recommends further research in order to improve mathematics teachers’ self-efficacy.
A recent study by Sivri and Balci (2015) investigated the classroom management selfefficacy of fourth grade pre-service teachers enrolled in a primary education program. The
instrument used to measure the self-efficacy was the Classroom Management Self-Efficacy
(Ryan et al., 2015). The outcomes revealed that pre-service teachers with higher academic
achievement (i.e., GPA between 80 and 84 out of 100) self-reported better classroom
management skills than those with a 69 or below GPA. The findings indicated a positive
correlation between classroom management and outcome expectations. According to research,
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there is a direct link between academic achievement and teacher self-efficacy and student
behavior (Schwartz, 2010). More specifically, middle school teachers are more likely to doubt
their self-efficacy (Mararchi, Gheer, & Midgley, 2002). Historically, teacher education programs
focus more on elementary and high school programs and less on middle school programs.
(Slavin, Cheung, Groff, & Lake, 2008).
Middle School Teachers: Grades 6-8
Middle school students according to this study will include grades 6-8. Middle school
students are physically and mentally different from elementary school students (McHatton &
Parker, 2013; Vawter, 2009); therefore, it is important that middle school teachers have high
yield instructional strategies, which include classroom techniques that enhance student
achievement (Fulmer & Turner, 2014; Gehrke & Cocchiarella, 2013). As noted earlier, research
suggest that there is a link to middle school classroom management, student behavior, and
student achievement (Schwartz, 2010). For instance, one study investigates whether there are
differences in teacher self-efficacy among middle school teachers (Chong, Klassen, Huan,
Wong, & Kates, 2010). The study included 222 middle school teachers; the results indicated that
teacher self-efficacy has a positive impact upon student achievement. Student achievement, at
the point of middle school entry, significantly predicted teacher collective efficacy and academic
climate of the school. Both academic climate (B = 1.45, p <.001) and teacher collective efficacy
(B = 7.05, p <.001) contributed significantly to the model. The study also yielded results that
highlight the impact of student achievement levels on teacher self-efficacy. Additional results
indicated that an environment of students with higher academic achievement positively affected
teacher self-efficacy, particularly their ability to engage and manage student misbehaviors.
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Ryan et al. (2015) support claims of a difference in the self-efficacy of elementary
teachers when compared to middle school teachers’ self-efficacy. The sample included 101
teachers, of which (n = 27) were 5th grade teachers, (n = 44) were 6th grade teachers, and (n = 30)
were 7th grade teachers. The findings indicate that elementary school teachers’ self-efficacy was
higher in the areas of classroom management and student engagement than peers who taught
middle school (F (3,96) = 2.35, p < .05, Wilk’s Λ = .39). The middle school years mark the
beginning of a downward trend in academics for many students and teachers because of the
higher perceptions of difficulty in subjects (Ryan et al., 2015).
In general, middle school teachers are responsible for the instruction of more students
because students usually start to receive instruction from more than one teacher. In addition,
middle school teachers may not have an opportunity to know students because they see students
for only one class period during the school day (Ryan et al., 2015). The authors explain that
middle school teachers with higher self-efficacy have better classroom management skills and
positive relationships with students, which positively affects student engagement. The
aforementioned research stresses the importance of teacher education programs providing
coursework on adolescent development because of the emergence of social relationships (Ryan
et al., 2015).
High Schools Teachers: Grades 9-12
The results of research about the self-efficacy of high school teachers are similar to the
connection between elementary and middle school student outcomes and teacher self-efficacy.
Bagaka (2011) administered the Mathematics Teaching Self-Efficacy Scale to 193 high school
teachers and found that self-efficacy is a concern of high school math teachers. More
specifically, the findings reveal that teachers with higher levels of mathematical competence
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have higher self-efficacy scores and higher student outcomes. The finding from the study
conclude that teachers with high self-efficacy enjoyed teaching mathematics and had a positive
impact upon the self-efficacy of their students (y = .04, p<.05). No other teacher characteristics
or practices had a statically significant relationship.
DeBernardo (2011) suggests a direct relationship to pre-service high school teachers’
self-efficacy and course work. Undergraduate science majors from high minority populations
completed the Teacher Efficacy Scale (Hoy & Woolfolk, 1993) and a 2-item questionnaire. This
study compiled the reflections of undergraduate teachers’ experiences. Because of the data
collected in the study, the author recommends that the teacher education programs change how
they integrate coursework and prepare teachers. The author calls for further research studies that
take a more in-depth look into the self-efficacy of high school pre-service teachers.
Additional research examined gender differences regarding teacher self-efficacy. A
recent study by Shoulders and Krei (2015) investigates self-efficacy of high school teachers
located in rural Tennessee and Indiana. The study consisted of 256 participants (n = 165) females
and (n = 91) males, who completed the Teacher Sense of Efficacy Scale (Tschannen-Moran &
Woolfolk-Hoy, 2001). Findings from the study reveal that there are no significant difference
between female and male teachers’ student engagement and instructional practices, but male
teachers were more efficacious in classroom management. The study also found significant
differences between teachers with an advanced degree higher than a Master’s degree (Shoulders
& Krei, 2015).
Self-Efficacy Measures and Pre-service Teachers. Given the broad research base for
measures used to determine levels of self-efficacy for teachers, there is a need to discuss the
methodology and instruments used in this manner. Theoretically, teacher self-efficacy develops
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early and is difficult to change after it is once it is formed (Bandura, 1997; Pendergast et al.,
2011). The studies selected participants from traditional educational track. Traditional track
indicates that students did not have prior education experience beyond high school. For example,
Cook (2002) investigates the attitude about inclusion of (n = 181) undergraduate pre-service
teachers which consisted of sophomores (SD = 8.62), juniors (SD = 11.08) and seniors (SD =
15.21). Teachers completed the Opinions Relative to Integration of Student with Disabilities
([ORI]; Antonak & Larrivee, 1995) to provide perceptions of their preparation for teaching
students with disabilities. Study findings reveal that pre-service teachers feel that they are ill
prepared for teaching in an inclusion classroom and provide evidence to support the integration
of inclusion training throughout pre-service teacher education coursework (Cook, 2002).
Moulding et al. (2014) investigate the self-efficacy of pre-service teachers in relationship
to academic ability, student teaching placement characteristics, and mentor support. Seventy-six
pre-service elementary education teachers completed the Teacher Sense of Efficacy Scale
(Tschannen-Moran & Woolfolk, 2001)). The findings reveal a correlation between student GPA
at graduation and Praxis Exam scores; however, there was not a between these measures and
TSES scores. The effect size (Cohen’s d) was 0.76 indicating a large effect size ((Moulding et
al., 2014; Stewart, Allen, & Bai, 2011).
A third study was conducted by Sorrells, Schaller, and Yang (2004) at a Historically
Black University in the Southern region within the United States. The purpose of the study was
to examine teachers’ attitude toward working with students. Gibson and Dembo (1984) authored
and used the long version of the Teacher Efficacy Scale. The study consisted of 123 participants
of which 59% were African American and 40.7% were European American. Nearly 87% were
female. Participants ranged in age from 20 to 51 years, and the distribution of academic majors
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included early childhood (n = 2), elementary education (n = 53), secondary education (n = 25),
special education (n = 38), and other (n = 5). Only about half (53.3%) of the participants were
classified as full-time students.
Sorrells et al. (2004) use the Teacher Efficacy Scale (Gibson & Dembo, 1984). The scale
consisted of 31-items and used a 7-point Likert-type rating scale. The study findings indicate that
African American participants scored statistically significantly higher on teacher efficacy than
European American participants (t = 2.16, p = .03). The mean scores were 30.85 (SD = 5.53) and
28.46 (SD = 28.46) for African American and European American pre-service teachers
respectively. There is a continued need for additional teacher self-efficacy research for a variety
of culturally diverse groups in the United States (Sorrells, Schaller & Yang, 2004).
The last study by Zach, Harari, and Harari (2012) investigates whether the self-efficacy
of pre-service teachers changes as a result their enrollment in a teacher education program. The
participants were 203 pre-service teachers enrolled in either their second, third, or fourth year of
a teacher education program. There were a total of 53 second year students (25 females and 28
males), 95 third year students (52 females and 43 males), and 55 fourth year students (35 females
and 20 males). The researchers wanted to determine whether teaching efficacy of pre-service
teachers changed from one academic year to the next academic year (Zach et al., 2012).
Zach et al. (2012) used a three-part questionnaire to evaluate efficacy; the questionnaire
collected student demographics, general teaching efficacy, and skills associated with teaching.
The researchers utilized a General Teaching Efficacy questionnaire ([GTE]; Tschannen-Moran &
Woolfolk-Hoy, 2007). The GTE scale has been reported as both valid and reliable and is a 10point Likert scale (1 = low ability; 10 = high ability). T-test analyses indicate that teacher
efficacy significantly increased between the second (M = 7.72) and third (M = 8.22) year of
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educational preparation across all educational levels (p < .01). The implications of the study are
that teacher education programs should evaluate programs continuously to eliminate weaknesses
and to identify perceived strengths in the area of teacher efficacy (Zach, Harari, & Harari, 2012).
A summary of the findings and methodologies illustrated in Table 2.
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Table 2
Description of Studies of Pre-service Teachers and Self-efficacy
Study

Participants

Methods

Results

Instrument

Test

Cook, 2002

181 undergraduate
pre-service
educators

Mixed-Methods

There was a
statistical
significance
between mean
scores of
freeman and
seniors 89.13 and
95.29
respectively

Opinions Relative
to Integration of
Students with
Disabilities Scale
by Antonak &
Larrivee (1995)

ANCOVA

Moulding,
Stewart, &
Dunmeyer,
2014

76 pre-service
elementary teachers
in Western United
States

Quantitative

A moderate, but
significant,
positive
correlation was
found between
GPA and Praxis
score r = .377,
p < .05

Teacher’s Sense of
Efficacy Scale
short form
authored by Hoy
&TschannenMoran (2001)

ANOVA

Sorrells,
Schaller,
&Yang,
2004

123 African
American and
European American
pre-service teachers
at a Historically
Black University

Quantitative

African
American scored
statistically
higher than
European with
mean scores of
30.85 and 28.46
respectively

Gibson and
Dembo’s Teacher
Efficacy Scale
(1984)

Correlation

Zach, Harari,
& Harari,
2012

203 pre-service
teachers

Quantitative

Efficacy of
Student Teachers
significantly
increased along
one year with
mean scores of
7.72 and 8.22
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General Teaching
Efficacy scale
authored by Hoy
& TschannenMoran (2001)

MANOVA

Purpose of the Study
Teacher self-efficacy has received considerable attention in the field of education;
however, there are factors in need of examination in relation to undergraduate pre-service
teachers enrolled in dual licensure programs. The current study sought to expand the current
research by examining the impact of academic performance (Praxis scores), licensure levels, and
demographic factors (i.e., gender, ethnicity, and education level) on self-efficacy of
undergraduate pre-service teachers enrolled in a dual licensure program within a university in the
southeastern region of the United States. The Teaching All Learners (TALN) program is an
elementary licensure program with Special Education licensure levels options that include
elementary school (grades k-5), middle school SPED (grades 6-8), and high school SPED
(grades 9-12).
Research Questions
The research questions that will guide this study examine the self-efficacy of pre-service
teachers.
1. Is there a relationship between academic performance (Praxis I and Praxis II scores)
and self-efficacy among undergraduate pre-service teachers seeking dual licensure?
2. Is there a relationship between licensure level (elementary, middle, and high school)
and self-efficacy among undergraduate pre-service teachers seeking dual licensure?
3. Is there a relationship between demographic factors (gender, ethnicity, and
length of enrollment time) and self-efficacy among undergraduate pre-service
teachers seeking dual licensure?
4. What is the magnitude of the relationship between academic performance,
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licensure level, demographic factors and self-efficacy of undergraduate pre-service
teachers seeking dual licensure?
Conclusion
The purpose of the current study is to examine the association between academic skills
(Praxis scores) and self-efficacy among undergraduate pre-service teachers enrolled in a dual
licensure program. There is a significant difference in elementary, middle, and high school
teachers’ self-efficacy (Ryan et al., 2015). The recommendation is that there is a continued need
for additional research in the area of teacher self-efficacy for a variety of culturally diverse
groups in the United States. Increasing self-efficacy among pre-service teachers and new
teachers is likely to influence increased retention in the profession. Teacher education programs
must take an active role in developing pre-service teachers’ self-efficacy.
As teachers’ roles evolve in response to the many changes in education, teacher
preparation programs must adjust their focus and curriculum accordingly (Barrio & Combes,
2015). The National Council for the Accreditation of Teacher Education (2015) also emphasized
high–quality clinical practice to help prepare teachers for the current needs of students. Teacher
licensure programs may benefit from techniques designed to strengthen the self-efficacy of preservice teachers into a greater level of self-efficacy once teachers are in the classrooms. Multiple
teaching approaches and effective instructional experiences provided during the pre-service
phase may increase pre-service teachers’ levels of self-efficacy, which can possibly increase
student achievement positively.
The review included the history of academic assessments for teacher licensure including
the Praxis I and II. In addition, there was a review of studies, which addressed self-efficacy in
elementary, middle, and high school in relation to licensure level. This study investigates the
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magnitude of associations among the self-efficacy using the Teacher Self-Efficacy Instrument
(TSEI) scale among undergraduate pre-service teachers pursuing dual licensure majority of
research in the area of (a) academic performance, (b) licensure level, and (c) demographic
factors. Despite the broad range of evidence, the majority of research in the area of teacher selfefficacy and its association with academic achievement is limited to indicators of academic
grades and entrance examinations of pre-service teachers (Bedel, 2015; Ingersoll, 2007; Newton,
2010). According to Moulding et al. (2014) more research is needed to better understand how
self-efficacy impacts pre-service teachers. This study adds to the literature by examining the
association between academic skills and self-efficacy among pre-service teachers enrolled in an
optional dual licensure program. Chapter 3 is a review of the methodological approach that was
used to measure self-efficacy of undergraduate pre-service teachers.
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Chapter 3
Methods
The purpose of this quantitative study was to examine the association between academic
performance, licensure level, and demographic factors and self-efficacy of undergraduate preservice teachers, and to determine the magnitude of the associations. This chapter presents the
research design and approach to the study, the study setting and sample size, instrumentation and
materials, data collection procedures, and data analysis plan used to test the hypotheses. In
addition, details of recruitment and human subject protection are included.
Research Method and Approach
The study used a quantitative survey research design. The researcher selected a
quantitative approach over a qualitative method in order to test hypotheses. Balnaves and Caputi
(2001) explain that the significance of quantitative research in establishing relationships between
concepts. The Teacher Self-Efficacy Instrument ([TSEI]; Hillman, 2000) was used as the data
collection instrument to collect responses that were used to measure self-efficacy. The
independent variables were academic performance (Praxis scores), licensure level (elementary,
middle, and high school), and demographic factors (gender, ethnicity, and length of enrollment
time). The dependent variable was self- efficacy. This research makes use of an educational
practice approach in a post-secondary educational setting.
Null Hypotheses
The following null hypotheses were tested at a significance level of alpha = .05. This was
the alpha basis for identifying the probability of making a Type I error. A Type I error occurs
when a true null hypothesis is incorrectly rejected.
1. There is no relationship between academic performance (Praxis scores) and self
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efficacy among undergraduate pre-service teachers.
2. There is no relationship between licensure level (elementary, middle, and high)
and self-efficacy among undergraduate pre-service teachers.
3. There is no relationship between demographic factors (gender, ethnicity of
enrollment time) and self-efficacy among undergraduate pre-service teachers.
4

There is no relationship between academic performance, licensure level,
and demographic factors and self-efficacy among undergraduate pre-service teachers.
Setting and Sample

Setting
The setting of the study was at a major university research institution located in a
metropolitan city in the southeastern part of the United States. The university enrollment, as of
spring 2016, was more than 21,000 students, comprised of 16,762 undergraduates and 4,892
graduates. According to the Office of Institutional Research (2016), the racial/ethnic distribution
of student population enrolled consisted of 48% White, 31% Black, 15%, Hispanic, and 4% not
specified.
Sample
The study participants included undergraduate pre-service teachers who enrolled in the
Teacher Education Program in the College of Education. Delimitations of the participant
selection included the following: (a) a university that was within a 25-mile radius, (b) a
university with a teacher education program willing to approve the study, and (c) the
accessibility of the teacher candidates. The TALN program of a local university met the criteria
for selection.
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The College of Education consisted of the following departments: Counseling,
Educational Psychology and Research; Instruction and Curriculum Leadership; and Leadership.
As of spring semester 2016, there were 367 students in the College of Education identified as
undergraduates out of more than 2,900 undergraduate and graduate students combined. The
study population consisted of 100 students classified as undergraduate TALN candidates.
Participants had the opportunity to participate in the study voluntarily during the end of the year
session. The TALN program consists of undergraduate pre-service teachers seeking licensure
leading to an endorsement in Elementary K-6 and Special Education Modified K-12. A nonrandomized convenience sample determined the selection of participants.
The university required that undergraduates enrolled in the TALN program to complete
120 hours of classroom experiences, which equals 20 days (6 hrs. daily) of actual classroom
experience, which is inclusive of the total credit hours. Table 3 presents the suggested
coursework sequence for degree completion within 4 years of enrollment in the TALN program.
Table 3
Suggested Course Sequence for Teaching All Learners (TALN)
Classification

Required Credits

Freshman I

15 credits

Freshman II

15 credits

Sophomore I

16 credits

Sophomore II

16 credits

Junior I

17 credits

Junior II

15 credits

Senior I

14 credits and Residency I (Fall only)

Senior II

12 credits and Residency II (Spring only)

Total

120 Credit Hours

Source: Office of Institutional Research, University (2016)
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Table 4 presents the spring 2016 enrollment for the teacher education program. The
tables include the eight different content areas available for enrollment. The TALN program
objectives are (a) to provide candidates with understanding how learning occurs, how students
construct knowledge and develop skills, and to provide unique learning opportunities that
develop the candidate holistically; and (b) to develop enrolled candidates’ ability to provide
instructional techniques to students from diverse backgrounds, as well as, exceptional learners
(NCATE, 2015). The 100 candidates in the TALN content area will make up the population for
this study.
The pre-service candidates gained a wealth of experience through participating in a
practicum experience also referred to as a residency. Teacher residency programs are, by
definition, a district-service teacher education program that pairs a rigorous full-year classroom
with underlying theory of effective teaching (National Center for Teacher Residencies [NCTR],
2014). A residency affords pre-service candidates the opportunity to practice and to strengthen
their skills and knowledge along with an effective teacher (NCTR, 2014).
Table 4
Licensure Areas of Teacher Education Program Undergraduate Enrollment
Content Areas

Current
Enrollment

1.

Art

21

2.

Integrative Studies (ITGS)

4

3.

Teaching All Learners (TALN)

100

4.

Human Development & Learning (HDVL)

126

5.

Dance

0

6.

Music

79

38

Content Areas
7.

Physical Education

8.

Math

Current
Enrollment
30
7

Source: Office of Institutional Research, University (2016)
Instrumentation and Materials
Instrument
The Teacher Self-Efficacy Instrument (TSEI) served as the operational measure for selfefficacy as the dependent variable (Appendix C). Permission from the author of the instrument
(Hillman, 2000) was obtained for use in this study (Appendix A). The TSEI was one of three
self-efficacy questionnaires developed by Hillman (2000) from the original version of the
Intellectual Achievement Responsibility Questionnaire that was designed by Hillman in 1986.
The purpose of the TSEI was to serve as a measure of teachers’ level of self-efficacy and
was initially tested on 35 teachers from 20 Michigan public schools. Hillman (2000) developed
the instrument to represent both positive and negative situations that typically occur in a
classroom, with half of the items testing positive and half-testing negative situations. The first
part of the statements is attributed to the teacher’s ability or inability to teach (internal fixed
variable). The second part of the statements is attributed to either their effort or lack of effort
(internal variable). The third part of the statements place responsibility on materials (external
fixed variable), and the fourth part of the statements place responsibility on luck or lack of luck
(external variable).
The TSEI is composed of eight subscales with eight items under each: (1) positive
internal fixed; (2) positive internal variable; negative internal fixed; (3) negative internal fixed;
(4) negative internal variable; (5) positive external fixed; (6) positive external variable; (7)
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negative external fixed; and (8) negative external constructs. The instrument consists of 16 items,
assessed along a 5-point scale (from 1 = “Strongly disagree” to 5 = “Strongly agree. Scores are
calculated by summing the points across each item (Hillman, 2000). A panel of experts reviewed
the TSEI and revisions led to a high level of content validity as shown by the high percent level
of agreement (Table 5).
Table 5
Content Validity: Dimensions and Level of agreement
Level of
Agreement

Construct Dimensions
Positive/Negative

97.92%

Internality/Externality

100.00%

Fixed/Variable for Internal Items

100.00%

Fixed/Variable for External Items

98.96%

Source: Hillman, S.J. (2000). Teacher self-efficacy instrument. In P.E. Lester & L.K. Bishop
(Eds.), Handbook of tests & measurement and education & the social sciences, 2nd edition.
Lancaster, PA: Technomic Publishing Co.
Cronbach’s alpha tested the reliability of each subscale of the instrument. Table 6
displays the alpha levels, considered high ranging from 0.81 to 0.93.

40

Table 6
Reliability: Teacher Self-Efficacy Instrument Chronbach Alpha Levels
Level of
Agreement

Construct Dimensions
1.

Positive Internal

0.9792

2.

Negative Internal

1.0000

3.

Positive External

1.0000

4.

Negative External

0.9896

Source: Hillman, S.J. (2000). Teacher self-efficacy instrument. In P.E. Lester & L.K. Bishop
(Eds.), Handbook of tests & measurement and education & the social sciences, 2nd edition.
Lancaster, PA: Technomic Publishing Co.
The mean completion time is 15 mins. for the paper and pencil administration of the
instrument. The TSEI is located in Appendix C of this document. The TSEI was selected for use
in this study as experts in their field rated the instrument high in validity and reliability based on
its utility with measuring the self-efficacy of pre-service teachers. Permission regarding use of
the instrument was granted on December 31, 2014 from the author (see Appendix A).
Justification for Using the Teacher Self-Efficacy Instrument. After reviewing several
instruments, the TSEI was selected because it would effectively measure teacher self-efficacy
(Hillman, 1986). The TSEI has been used in previous studies and has been found to be both valid
and reliable (Hillman, 1986). The information that supported the decision to utilize the
instrument is found in Table 5 and Table 6. The reliability results of the self-efficacy subscales
were significant. Finally, the TESI utilizes a multi-dimensional view to measure self-efficacy.
Operational Variables
Praxis Score. Is an independent (predictor) variable measured on a continuous scale.
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Gender. Is an independent (predictor) variable (male, female) measured as a categorical
variable.
Ethnicity. Is an independent (predictor) variable (Black, White, Hispanic, other)
measured as a categorical variable.
Licensure Level. Is an independent (predictor) variable (elementary; grades k-5, middle;
grades 6-8, and high grades 9-12) measured as an ordinal variable.
Length of Time of Enrollment. The independent (predictor) variable (number of
semesters enrolled in TALN program) will be measured on a continuous scale.
Self-Efficacy. The dependent (criterion) variable will be measured on a continuous scale
Table 7 provides a description of the independent variables that will be utilized in the
proposed study:
Table 7
Description of Independent Variables
Variable

Type of Variable

Response Categories

Gender

Categorical

1 = Male
2 = Female

Ethnicity

1 = Black

Categorical

2 = White
3 = Hispanic
4 = Other
Enrollment Length of Time

Continuous

Years

Licensure Level

Categorical

1 = Elementary
2 = Middle
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Table 7 (Continued)

3 = High School
4 = Dual

Academic Performance

Continuous

Praxis Scores

Source: Hillman, S.J. (2000). Teacher self-efficacy instrument. In P.E. Lester & L.K. Bishop
(Eds.), Handbook of tests & measurement and education & the social sciences, 2nd edition.
Lancaster, PA: Technomic Publishing Co.
Data Collection Procedures
After obtaining permission from both the Dean Office of Education from the University
and Institutional Review Board (IRB) (see Appendix D), participation from pre-service teachers
was requested. Data were collected from teacher education program candidates with an
anonymous survey while they attend a closing seminar. An explanation of the purpose was given
to the potential participants. The TSEI completion was voluntary, and participants had the right
to withdraw at any time. The survey and consent forms were distributed in a manila envelope to
participants during a single class. Participants were asked to self-administer a paper and pencil
survey, and the survey took approximately 15 mins. to complete. The investigator had a box
located on a desk and asked participants to place the manila envelopes that contained the consent
form and completed surveys in the box. Anonymity for students who elected not to participate
was provided by having them return the manila envelope to the same location as those who
completed the questionnaire.
The IRB application was submitted by electronic mail and later approved on November
20, 2015. The participants were recruited, given a copy of the permission letter along with a copy
of the participant’s rights, and consent form. All participants were kept “free from harm” and all
information was kept confidential. Appendix A contains a copy of the letter that was sent to the
author of the data collection instrument to obtain permission. Appendix B contains a copy of the
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demographic questionnaire developed to measure demographic information. Appendix C
contains a copy of the TSES authored by Hillman (2000).
Statistical Analysis
Descriptive analyses were performed to examine characteristics of the participants. Only
data from participants who had both questionnaire and student ID linked were used for the
statistical analysis. Four research questions were tested to assess the extent to which the
independent variables predict teacher self-efficacy and to test the magnitude of the relationship.
A simple linear regression was used to test research question one; an ANOVA was used to test
research questions two and three, and a multiple regression was performed to test the magnitude
of the relationship between all the independent variables and the dependent variable. SPSS
software was used for entry, processing, and analysis of data.
Research Questions
1. Is there a relationship between academic performance (praxis scores) and self-efficacy
among undergraduate pre-service teachers? For this question, one independent variable
and one dependent variable will be analyzed using the statistical test of simple linear
regression. According to Balnaves and Caputi (2001), linear regression is used when a
researcher wishes to predicts scores on one variable from the scores on a second variable.
2. Is there a relationship between licensure level (elementary; grades K-5, middle; grades 68, and high grades 9-12) and self-efficacy among pre-service teachers? For this question,
one independent variable with each factor having levels and one dependent variable will
be analyzed using the statistical test of Analysis of Variance (ANOVA). According the
Creswell (2015), ANOVA is a statistical method used to test differences between two or
more means. There are three assumptions in an ANOVA: Independent samples,
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normality and homogeneity of variance. The steps for utilizing an ANOVA are: (1) State
the Hypotheses; (2) Set the criterion for rejecting H0; (3) Calculate F Test Statistic; and
(4) Interpret Results. The ANOVA is a robust statistical test because it works well in
spite of moderate violations (Hinkle, Wiersma, & Jurs, 2003).
3. Is there a relationship between demographic factors and the self-efficacy among preservice teachers? For this question, one independent variable with each factor having
levels and one dependent variable will be analyzed using the statistical test of Analysis of
Variance (ANOVA). According to Creswell (2015), ANOVA is a statistical method used
to test differences between two or more means. There are three assumptions in an
ANOVA: Independent samples, normality and homogeneity of variance. The steps for
utilizing an ANOVA are: (1) State the Hypotheses; (2) Set the criterion for rejecting H0;
(3) Calculate Test Statistic (F); and (4) Interpret Results. The ANOVA is robust statistical
test because it works well in spite of moderate violations (Hinkle et al., 2003).
4. What is the magnitude of the relationships between academic performance,
licensure level, length of time enrolled, demographic factors and self-efficacy? According
to Balnaves and Caputi (2001), multiple regression is used when there are many predictor
variables and one criterion variable. To test the ability of the independent factors to
predict a strong linear relationship with self-efficacy in the presence of all the covariates,
a multiple linear regression was performed. The individual regression coefficients (β)
measured the strength of the relationship with a significance level of p < .05. Gender,
ethnicity, licensure level, and length of time enrolled were fixed factors (groups) in the
model and the Praxis score and licensure level of the covariates. The R2 (r-squared) will
be used to measure the percent of the variability in Self-efficacy explained by Praxis
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scores, licensure level, gender and ethnicity. The Statistical Package for the Social
Sciences (SPSS) software program was used for data entry, management, and data
analyses.
Model: Y = β0 + β1 + β2 + β3 + β4 + β5 +ε
Self-Efficacy = Constant + β (Praxis Score) + β (Gender) + β (Ethnicity) +
β (Licensure level) + β (Length of Time) + Error.
Summary
This chapter described the research methods used to carry out the quantitative research
design and approach for the current study. The setting of the study was a metropolitan university,
and the participants were from the TALN program in a College of Education. A sample of 80
was calculated to achieve 80% power and obtain a significance level of alpha = .05. Statistical
analyses included descriptive statistics to characterize the sample; linear regression to compare
Praxis scores and self-efficacy; ANOVA to test means between licensure level and self-efficacy
and demographic factors and self-efficacy; and multiple regression to test the magnitude between
independent variables and self-efficacy. In Chapter 4 the findings are presented to characterize
the study sample and to test the hypotheses. Chapter 5 includes the interpretation of the findings,
recommendations for future research, significance, and conclusion.
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Chapter 4
Findings
The purpose of this quantitative study was to examine whether academic performance
(Praxis I and Praxis II scores) and demographic factors (gender, ethnicity, and enrollment length
of time) are associated with the self-efficacy of dual licensure pre-service teachers. In this study,
participants answered questions from the TSEI (Hillman, 2000). Data were collected using a
self-report survey, and Praxis scores were provided by the Teacher Education office from the
university. Results were collected from the pre-service teachers enrolled in the college of
education dual licensure program at a university located in southeastern part of the United States.
Teacher Self-Efficacy Instrument (TSEI)
The purpose of the TSEI was to measure teacher level of self-efficacy. Self-efficacy was
originally tested in 20 Michigan public schools which consisted of 10 schools identified as high
achieving schools while the reminding 10 were low achieving. The participants consisted of 35
teachers. Hillman (2000) developed the instrument to represent both positive and negative
situations which typically occur in a classroom, with half of the items testing positive and half
testing negative situations. The first part of the statements is attributed to the teacher’s ability or
inability to teach. The second part of the statements are attributed to the teacher’s effort or lack
of effort to teach. The third part of the statements places responsibility on materials utilized by
the teacher, and the fourth part of the statements place responsibility on luck, or lack thereof, of a
teacher.
The TSEI is composed of eight subscales with eight items under each: (1) positive
internal fixed; (2) positive internal variable; (3) negative internal fixed; (4) negative internal
variable; (5) positive external fixed; (6) positive external variable; (7) negative external fixed;
and (8) negative external constructs. The instrument consists of 16 items, assessed along a 547

point Likert scale (from 1 = “Strongly disagree” to 5 = “Strongly agree”). In this study, the TSEI
score was calculated by adding the eight subscale measures into a single score.
In addition, the study was designed to determine the magnitude of associations among
undergraduate pre-service teachers enrolled in a dual licensure program and the pre-service
teachers’ self-efficacy test scores. The magnitude of these associations tells about the
relationship. The above variables were chosen to add to the body of research from previous
studies regarding pre-service teachers. The following research questions and hypotheses guide
this quantitative study.
Research Questions and Hypotheses
1. Is there a relationship between academic skills and self-efficacy among undergraduate
pre-service teachers seeking dual licensure?
H0: There is no relationship between academic skills (Praxis scores) and self-efficacy
among pre-service teachers.
HA: There is a relationship between academic achievement (Praxis scores) and selfefficacy among pre-service teachers.
2.

Is there a relationship between licensure level and self-efficacy among undergraduate
pre-service teachers seeking dual licensure?
H0: There is no relationship between licensure level and self-efficacy among preservice teachers.
HA: There is a relationship between licensure level and self-efficacy among preservice teachers.

3. Is there a relationship between demographic factors and the self-efficacy among
undergraduate pre-service teachers seeking dual licensure?
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H0: There is no relationship between gender, ethnicity and self-efficacy among preservice teachers.
HA: There is a relationship between gender, ethnicity and self-efficacy among preservice teachers.
4. What is the magnitude of the relationship between academic achievement, licensure
level, demographic factors and self-efficacy of undergraduate pre-service teachers
seeking dual licensure?
H0: There is no relationship between Praxis score, licensure level, gender, ethnicity
and self-efficacy among pre-service teachers.
HA: There is a relationship between Praxis score, licensure level, gender, ethnicity
and self-efficacy among pre-service teachers.
Praxis Scores
Pre-service teachers’ Praxis scores were measured by the Praxis II: Principles of Learning
and Teaching (PLT; ETS, 2015) and Praxis II (ETS, 2015) subject assessments were used. The
Praxis tests were completed by participants who had finished their residency. A residency
program is a program in which pre-service teachers are provided an opportunity to practice in a
classroom environment alongside an effective teacher-mentor and allows pre-service teachers to
pair theory with clinical practice (Dennis, 2016). The Praxis II: PLT measures pedagogical
knowledge (ETS, 2015; Pearson, 2016). For the Praxis II: PLT, raw scores were converted to
scaled scores ranging from a minimum score of 100 to a maximum score of 200. Mahoney
(2015) explains that the Praxis assessment series has been used to certify teachers during the last
decade. According to ETS (2015), the various editions of the test are comparable so raw scores
are converted to scaled scores. The Praxis II subject assessment scores are specific content areas
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in which the participants are seeking teacher licensure. Praxis I scores were not included in this
analysis because participants who entered the TALN program with an ACT score of 22 were
exempt from taking the Praxis I exam. The participants Praxis II Average Performance Scores
are provided below in Table 8.
Table 8
Praxis II Subject Assessment
Content Areas

Codes

Average
Performance
Scores

PLT (K-6)

5622

167-182

175

PLT (5-9)

5623

166-180

174

PLT (7-12)

5624

161-176

169

PLT (Early Childhood

5621

166-181

174

Elementary Content Knowledge 5014

154-178

166

5043

163-179

171

5045

170-183

177

Special Education: Mild
Special Education: Severe

50

Median

Other Factors
The three demographic factors of gender, race, and length of enrollment (within the
program) were captured as self-reported information from the participants. Licensure level, prek, elementary, middle, or high school was also self-reported.
Participants
The study sample consisted of 37 undergraduate pre-service teachers, 32 (86%) females
and 5 (14%) males, enrolled in a dual licensure teacher education program at a major research
university institution located in a metropolitan city in the southeastern part of the United States.
Data were collected during the 2015-2016 school year. The sample consisted of 13 (35%)
candidates who identified themselves as Black and 24 (65%) candidates who identified
themselves as White. The sample included participants seeking licensure in the areas of early
childhood 12 (32%), elementary 19 (51%), middle 3 (8.5%), and high school 3 (8.5%).
Demographic information for the participants is displayed in Table 9.
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Table 9
Combined Participants Demographics
Variable

N

Percent

Female

32

86.0

Male

5

14.0

Black

13

35.0

White

24

65.0

Early Childhood

12

32.4

Elementary

19

51.4

Middle

3

8.5

High

3

8.5

Gender

Ethnicity

Licensure Level

Descriptive statistics included the means scores and standard deviations for length of enrollment,
Praxis PLT Scores, and TSEI scores are shown in Table 10.
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Table 10
Descriptive Statistics for Academic Enrollment, Praxis Scores, and Self-Efficacy
Variable

N

Mean

SD

Enrollment Length of
Time (years)

36

3.87

1.69

Academic
Performance: Praxis
PLT Score

32

172.28

6.40

Academic

33

166.18

11.71

37

170.92

31.10

Performance: Praxis
Content Exam Score
Self-Efficacy: Overall
TSEI Score

Results
Research Question 1
The current research was conducted to determine if there is a relationship between
academic performance (Praxis scores) and self-efficacy among undergraduate pre-service
teachers seeking dual licensure. The null hypothesis for this research question was as follows:
H0: There is not a relationship between academic performance (Praxis scores) and self-efficacy
among undergraduate pre-service teachers.
For this question, one independent variable and one dependent variable were analyzed
using a simple linear regression. According to Balnave and Caputi (2001), linear regression is
used when a researcher wishes to predict scores of one variable from the scores of a second
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variable. The test of the model with Praxis PLT score and Praxis II predicting overall selfefficacy showed that the model was not significant (F (2,29) = .713, p = .498). Praxis scores
were not a predictor of self-efficacy (p > .05). Therefore, this study question supports the null
hypothesis.
Research Question 2
Analyses were performed to identify relationships between four licensure level (pre-k,
elementary grades k-5, middle grades 6-8, and high grades 9-12) and self-efficacy among
undergraduate pre-service teachers seeking dual licensure. The null hypothesis for this research
question is as follows: H0: There is no relationship between four licensure level (pre-k,
elementary, middle, and high school) and self-efficacy among undergraduate pre-service
teachers.
For this question, one independent variable (licensure level) with each factor having
levels (pre-k, elementary, middle, and high school) and one dependent variable (self-efficacy)
were analyzed using the statistical test of Analysis of Variance (ANOVA). The ANOVA is a
robust statistical test because it works well in spite of moderate violations (Hinkle, Wiersma, &
Jurs, 2003). The results of this analysis found that there was not a statistically significant
difference of means (F (3, 33) = .43, p = .73,) between overall self-efficacy of pre-service
teachers and licensure level. Therefore, this study question supports the null hypothesis.
Research Question 3
This research study examined potential relationships between demographic factors and
the self-efficacy among undergraduate pre-service teachers seeking dual licensure. The null
hypothesis for this research question is as follows: H0: There is no relationship between three
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demographic factors (gender, ethnicity, enrollment time) and self-efficacy among undergraduate
pre-service teachers.
To answer this question, two or more independent variables (gender, ethnicity and
enrollment), the covariate (enrollment) and one dependent variable (self-efficacy) were analyzed
using the statistical test of Analysis of Covariance (ANCOVA). The findings of the analysis
revealed that there was no statistical significance when investigating the relationships between
gender, ethnicity, and enrollment to overall self-efficacy. The following significance values
were obtained: enrollment (p = .55); gender (p = .09); ethnicity (p = .38); and when gender and
ethnicity (p = .21) were combined; therefore, this study question supports the null hypothesis.
The findings from the ANCOVA analysis are in Table 11.
Table 11
Relationship between Demographic Factors and Self-Efficacy
Source

Enrollment
Gender
Ethnicity
Gender * Ethnicity

Sum of
Squares

df

Mean
Square

F

Sig

363.54

1

363.54

.37

.55

3026.46

1

3026.46

3.09

.09

787.34

1

787.34

.80

.38

1392.71

1

1392.71

1.42

.21

Research Question 4
The current study sought to determine the magnitude of the relationships between
academic performance, licensure level, length of time enrolled, demographic factors and selfefficacy among undergraduate pre-service teachers seeking dual licensure. The null hypothesis
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for this research question was as follows: H0: There is no relationship between academic
performance, licensure level, demographic factors and self-efficacy among undergraduate preservice teachers. According to Balnaves and Caputi (2001), analysis of covariance (ANCOVA)
is used when there are several independent variables that are continuous (enrollment length of
time and academic performance) and one dependent continuous variable (self-efficacy.)
For this question, ANCOVA was used to reduce within group error variance by allowing
the covariance to explain some of the error. Results revealed that there were no statistically
significant relationships between self-efficacy, enrollment, Praxis scores, and demographic
factors. Therefore, study findings support the null hypothesis. A summary of the ANCOVA
results are shown below in Table 12.
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Table 12
Relationship between Academic Performance, Licensure Level, Demographic Factors, and SelfEfficacy
Source

Sum of
Squares

df

Mean
Square

F

Sig

Enrollment

826.12

1

826.12

.83

.37

PLT Exam Score

3151.77

1

3151.77

3.17

.09

Praxis II

742.95

1

724.95

.75

.40

Gender

496.42

1

496.42

.50

.49

.48

1

.48

.00

.98

Licensure Level

1420.68

3

473.23

.48

.70

Gender *
Ethnicity

3837.01

1

3837.01

3.86

.06

Gender *
Licensure Level

.00

0

.

.

.

Ethnicity *
Licensure Level

1827.69

2

913.85

.92

.42

Gender *
Ethnicity *
Licensure Level

.00

0

.

.

.

Ethnicity

Summary
The purpose of this quantitative study was to examine whether academic performance
(Praxis I and Praxis II scores) and three demographic factors (gender, ethnicity, and enrollment
length of time) are associated with the self-efficacy of dual licensure pre-service teachers.
Previous research has compared pre-service teachers’ self-efficacy in specific academic areas
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(Bedel, 2015). In summary, findings for the four research questions were presented. The chapter
began with a thorough description of the sample population’s descriptive statistics in relation to
ethnicity, age, gender, and licensure levels. Additionally, demographic information was obtained
from the undergraduate pre-service teachers enrolled in a dual licensure program. Evidence from
a linear regression, ANOVA and ANCOVA indicated that the research findings did not yield
expected, that is, significant results.
Praxis scores were also not a predictor of self-efficacy score. The study revealed there
was insufficient evidence to reject all four null hypotheses. The data revealed that there were no
statistically significant relationships between academic performance and demographic factors of
dual licensure pre-service teachers enrolled in the program which directly impacted teacher selfefficacy scores. Based on the analysis of the TSEI, there was no statistical significance found.
However, the lack of statistically significant findings might serve to inform future research
attempt to understand teacher preparation and self-efficacy. Chapter 5 provides a thorough
discussion regarding the findings, recommendations, and implications for further research. In
addition to findings, Chapter 5 also presents suggestions in regards to Teaching All Learners
programs and teacher self-efficacy.
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Chapter 5
Discussion
The purpose of this quantitative study was to examine whether academic performance
and three demographic factors were associated with the self-efficacy scores of dual licensure
undergraduate pre-service teachers. The independent variables (predictors) were academic
performance (Praxis scores), four licensure levels (pre-k, elementary, middle, and high school),
and three demographic factors (gender, ethnicity, and length of enrollment time). The dependent
(criterion) variable was teacher self-efficacy. In addition, the goal of the study was to determine
the magnitude of the associations among variables. It was hypothesized that pre-service teachers
would have a significantly higher sense of teacher self-efficacy because additional education was
previously linked to educational success (Downing, 2013; Hilton & Pellegrino, 2012). This
chapter presents a discussion of findings, implications, limitations, and recommendations for
further research in regards to Teaching All Learners (TALN) programs and teacher self-efficacy.
The TALN program consisted of undergraduate pre-service teachers seeking licensure in general
education with the option of seeking an endorsement in Special Education Modified K-12.
Discussion of Findings
For the purpose of this study, the operational definition of teacher self-efficacy is defined
as a teacher’s belief in his or her ability to complete the steps required to accomplish a particular
teaching task in a given context (Bandura, 1986; Bray-Clark & Bates, 2003; Dell’Angleo, 2016).
Also, research by Pajares (1992) and Tschannen-Moran et al. (1998) indicates that teachers with
a high sense of self-efficacy tend to take greater pride in executing their responsibilities in the
direction of learning objectives and exert greater efforts towards learning activities which has
been proven to positively impacts students. Their research suggests that there is a link between
pre-service teacher’s belief in their abilities and success in the teaching profession. However, the
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current study examines the associations between pre-service teacher self-efficacy, academics
performance, and demographic factors. The findings are presented in the context of each
research question.
1. Is there a relationship between academic performance (praxis scores) and selfefficacy among undergraduate pre-service teachers?
A simple linear regression was performed to determine whether there was a relationship
between academic performance and self-efficacy among undergraduate pre-service teachers.
According to Balnave and Caputi (2001), linear regression is the analysis to use when a
researcher wishes to predict scores on one variable from the scores on a second variable. The
results of the current study utilized linear regression analysis which indicated that Praxis scores
did not predict teacher self-efficacy; therefore, the null hypothesis was supported. The Praxis
score was one of the independent variables utilized in the multi-dimensional TESI to measure
teacher self-efficacy. The TALN program participants were surveyed during their final semester
and their responses yielded no statistically significant association between Praxis scores and
teacher self-efficacy scores. On the contrary, in a recent quantitative study conducted by Bedel
(2015) academic motivation was the only meaningful predictor of teacher self-efficacy when
investigating attitudes toward teaching in early childhood pre-service teachers. Academic
motivation refers to both internal and external activities that support learning.
2. Is there a relationship between licensure level (pre-k, elementary; grades k-5, middle;
grades 6-8, and high grades 9-12) and self-efficacy among pre-service teachers?
The second research question of this study determined whether there were differences in
the teacher self-efficacy of pre-service teachers based on four licensure levels (pre-k, elementary
grades k-5, middle grades 6-8, and high grades 9-12). One independent variable (licensure level)
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with four levels (pre-k, elementary, middle, and high) and one dependent variable (self-efficacy)
was analyzed using the statistical test of Analysis of Variance (ANOVA). The ANOVA is a
robust statistical test because it works well in spite of moderate violations (Hinkle, Wiersma, &
Jurs, 2003). According to the finding in this study, there were no statistically significant
difference in the mean scores of participants’ licensure level and teacher self-efficacy.
3. Is there a relationship between demographic factors and the self-efficacy among preservice teachers?
The third research question of this study was to determine whether there was a
relationship between demographic factors and self-efficacy among pre-service teachers. The
three independent variables (gender, ethnicity and length of enrollment) with Praxis scores and
one dependent variable (self-efficacy) were analyzed using the statistical test of Analysis of
Covariance (ANCOVA). The findings of the analysis revealed that there was no statistical
significance when investigating the relationships between gender, ethnicity, and length of
enrollment to overall self-efficacy. The participants’ demographic factors were also not a
predictor of self-efficacy in this study. The findings of this study support the claim that
demographic factors have little impact upon self-efficacy (Bendel, 2015; Skaalvik & Skaalvik,
2007).
4.

What is the magnitude of the relationships between academic performance, licensure

level, length of time enrolled, demographic factors and self-efficacy?
The fourth research question of the current study was to determine the magnitude of the
relationships between academic performance, licensure level, length of time enrolled,
demographic factors and teacher self-efficacy scores. An ANCOVA was used to reduce within
group error variance by allowing the covariance to explain some of the error. The findings of this
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study indicated that Praxis scores, licensure level, length of time of enrollment, and demographic
factors did not significantly predict pre-service teachers’ self-efficacy. Therefore, undergraduate
Teacher Education Programs (TEP) at universities must take an active role in developing preservice teachers’ self-efficacy (Darling-Hammond et al., 1999). Similarly, previous research
contends that undergraduate TEP positively impact pre-service teachers’ self-efficacy when indepth knowledge is acquired (Wu & Chang, 2006).
Interpretation of Findings
Though the overall findings of this study did not provide conclusive results, this research
adds to the existing literature over the last two decades that focuses on teacher self-efficacy as a
key construct in social cognitive theory development (Bandura, 1986; Silverman & Davis, 2009).
Based on this research study there is a continuous need to examine factors that impact teacher
self-efficacy.
Just as Bandura’s (1986) research explains that self-efficacy is a concept that develops
over time, Rotter’s (1966) research linked self-efficacy to locus of control because it provides an
extended base for understanding the results of the study since the complex continuum of learning
occurs from contingency to creativity of internal and external self-efficacy. Locus of control is
defined as a person’s cognitive belief with regards to control over life events. The
conceptualization has been accepted as having two dimensions namely internal and external
locus of control (Rotter, 1966). Researchers suggest that individuals displaying “internal” locus
of control possess the belief that much of what happens in life stems from one’s own actions;
however, individuals displaying “external” locus of control possess the belief that events in one’s
life are outcomes of external factors and are beyond one’s control (Buddelmeyer & Powdthavee,
2016; Rotter, 1966).
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Findings from a study conducted by Zundan-Fraser and Lancaster (2012) indicated that
pre-service teachers who possess internal locus of control had significantly higher levels of selfefficacy. Research has also confirmed that individuals who possess internal locus of control
choose to remain in the field of education for longer periods of times (Wang, Hall, & Rahimi
2015). So, it may be concluded that self-efficacy may play an important role in the development
of pre-service teachers.
With that in mind, Abraham Maslow’s (1943) hierarchy of needs provides an additional
lens to examine and better understand pre-service teacher self-efficacy. Maslow’s Needs Theory
explains that individuals undergo development of self and this development is a process that
continues throughout life (D’Souza & Gurin, 2016; Maslow, 1943). Maslow’s hierarchy of needs
(1943) is illustrated in Figure 2. However, results from this study suggest that the hierarchy may
not exist as exhibited by the figure because pre-service teachers training provides many new
skills but pre-service teachers may revert to ineffective practices when they encounter difficulty
in classrooms which is also supported by research conducted by Ball and Anderson (2014).
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SelfActualization

Self-Esteem
Love / Belonging
Safety
Physiological
Figure 2. Maslow’s Hierarchy of Needs
However, previous research suggests that pre-service teachers’ preparation must provide
a base for understanding self-efficacy in order to develop teachers’ self-efficacy and have a base
for understanding how this impacts their performance in the classroom and teaching profession
(Bedel, 2015; Goddard & Goddard, 2001). Because of the importance of self-efficacy,
researchers have developed many different scales in an attempt to measure the multidimensional
nature of self-efficacy. The findings of this current study may provide a base for understanding
that pre-service teachers may develop self-efficacy over time and academic training may have an
impact upon the success of teachers in their careers since the nulls were not able to be rejected
(Hascher & Hagenauer, 2016; Tella, 2008). For example, a pre-service teacher who has a better
understanding of locus of control, intrinsic and extrinsic motivators and self-efficacy may enter
their career better prepared holistically. Similarly, self-efficacy of pre-service teachers is
relevant to the Praxis examination because passing the Praxis exam is required to gain licensure
(Baker-Doyle & Petchauer, 2015; Gitomer, Brown, & Bonett, 2011). On the other hand, research
asserts that pre-service teachers’ self-efficacy impacts their beliefs about their ability to
successfully pass the Praxis exam (Angrist & Garyan, 2008; Petchauser, 2012).
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Implications
In a time, teacher attrition is on the rise, stakeholders are holding educators more
accountable for the education of all students (NCLB, 2001; NEA, 2013). Research up to this
point has investigated particular subject areas within K-12, which excluded pre-K (Bates,
Latham & Kim, 2013; Chang, 2015) and reveals that there is a continued need for examining
secondary programs with dual licensure. Since the overall findings of this study did not confirm
the association between pre-service teachers’ licensure, Praxis (Assessments tools), and teacher
self-efficacy, the study did add to the existing literature that affirms the need to examine selfefficacy in teaching preparation and training experiences in actual through additional lenses.
According to previous research, Teacher Education Programs positively impacts pre-service
teachers’ self-efficacy when in-depth knowledge is acquired in perspective disciplines (Wu &
Chang, 2006).
Consequently, this study may open the possibilities for the need to understand how
important social networking may be in enhancing the development of pre-service teachers during
the academic teacher preparation process (Avery & Daly, 2010). According to (Chong & Low,
2009; Fox & Wilson, 2015; Gamble, 2016), social networking provides a larger lens for which
individuals are able to reference when making decisions. Research has also confirmed for
decades that active participation in teaching experiences in classrooms develop teachers and
impacts teacher self-efficacy (Klassen et al., 2011, Schwartzer & Hallum, 2008). Mentor-led
research could also assist in the development of pre-service teachers as it takes more than one
activity to develop an individual; effective teachers’ behaviors have been linked to a multitude of
activities which range from leading activities to understanding embedded communication
interventions utilized with students to support acquisition of communication skills (Coogle,
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Rahn, & Ottley, 2015; Dall’Alba & Sandberg, 2006; Leko & Brownell, 2009; McLeskey, 2011;
Mehrenberg, 2013; Pendergast et al., 2011; Swackhamer et al., 2009). Effective mentor-led
activities allow for special networking connections which provide additional support for
developing teachers’ resilience (Gamble, 2016; Schnader, Westermann, Downey, & Thibodeau,
2016; Thieman, Marx, & Kitchel, 2014). Shoulders and Krei (2015) suggest that more research
is needed to better understand how self-efficacy impacts dual licensure pre-service teachers.
Limitations
The principal limitations were due to the research design of the study and relied solely on
self-reported data that focused on teacher self-efficacy scores that were self-reported. The crosssectional study captured data at one point in time; the temporal relationship between academic
performance prior to entering the program and self-efficacy at the end of the academic year
could not be established. Because self-efficacy was measured at one point in time during the
study, a repeated measures analysis could not be performed to test outcomes before and after
time intervals.
Additional limitations of the research design include self-reporting and the sample size of
the study. Participants’ self-reported data were central to the study analysis. Self-reporting
information opens up the possibility of recall bias from participants (Creswell, 2015; McMillian,
2010). Recall bias refers to remembering past events which may include answering in a way that
they think the researcher wants them to respond (Creswell, 2015; McMillian, 2010). The Praxis
scores are objective measures and the findings of response to questions one and four of the
demographic questionnaire are not limited by self-report. However, the self-efficacy scale may
have been affected by self-report bias because of an individual’s self-reflection.
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Another limitation is related to the setting as it was confined to one program at one
university. Initially, the study was proposed to have 100 participants; however, only 37
participants self-selected to participate in the study during their final day at the university. The
size of the study sample limits the generalizability of results. The response rate may have been
impacted by the fact that students had completed all course work and graduation was being held
during that week.
The final limitation is related to the training experiences of the study participants.
Participants had the option of seeking licensure in general education or obtaining a dual licensure
in Special Education. The dual licensure program does not require pre-service candidates to seek
dual licensure. Nearly, 37% of the participants in this study indicated that they did not feel that
their training program prepared them to teach Special Education and was the primary reason that
pre-service teachers did not take the Praxis II in the area of Special Education. Simply, they did
not receive enough preparation in regards to teaching students with exceptionalities.
Validity
The current research study used a different subject population from that of the subject
population used during the development of the TESI instrument. The TESI self-efficacy
instrument was administered and validated on professional, certified teachers. This study’s
findings show that teacher self-efficacy scores received from professional teachers are unable to
predict the self-efficacy scores of pre-service teachers. Therefore, any future study which
examines pre-service teachers’ self-efficacy should include the self-efficacy predictors from
other research studies. Perhaps administering a pre and post-survey instrument to pre-service
teachers would provide additional information for future research and to the understanding of the
role regarding self-efficacy in teacher education programs.
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The threat to validity for this current study is linked to how colleges of education
measure short-term success of their programs to the long-term success of pre-service teachers.
For example, some colleges use graduation and exit programs as a measure of success rather than
using multiple measures such as tracking students for interval years after graduation. According
to Petchauer (2012), self-efficacy is usually linked to teacher licensure exam scores because
successful exam scores has been linked to teacher licensure certification, which is a requirement
for most students seeking to become teachers in the United States. Petchauer (2012) further
concludes that there is a link between pre-service candidates’ struggle to achieve required Praxis
scores and ability to obtain licensure ultimately have a negative impact upon their self-efficacy
and retention in the educational field.
Recommendations for Future Research
The potential replication of the present study could begin with extending the study scope
to include qualitative study methods. A qualitative data collection method would allow preservice teachers to provide in-depth information on their program success and career plans.
Utilization of pre- and post- interviews would provide a better understanding for what is
occurring during their teacher education program and possibly impact the trajectory positively.
A third recommendation would be to obtain a larger sample size so that the findings would be
generalizable.
Another recommendation is to continue the research with careful consideration of the
timeline for the study. The timing of the study is critical and requires a well-executed plan when
pre-service teachers are in their final semester of enrollment. The time of day, the number of
items on an agenda, and the logistical details for data collections are all important considerations
when planning the study design.
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A final recommendation for future research is to provide pre-service teachers with
multiple opportunities to complete surveys, which may be given throughout the course of the
culminating semester to allow for more data collection over a longer time-period time. Lastly,
future research should leverage pre-service teachers’ growth and development experiences and
incorporate them into the study design to collect objective feedback from study participants.
Summary
Previous research has compared self-efficacy of pre-service teachers with Praxis I and
Praxis II in licensure programs; however, there is limited research on pre-service teachers
enrolled in a dual licensure program. The present study adds to the body of knowledge by
examining whether academic performance and demographic factors are associated with selfefficacy of dual licensure pre-service teachers. Since there were no statistically significant
findings established in regards to the four research questions in this study, it is important to
consider the research design and timing of data collection for future studies.
In conclusion, it is important for teacher preparation programs to consider the definition
of self-efficacy and the understanding of pre-service teachers enrolled in the programs.
According to these findings there, is a need for an operational definition of self-efficacy. Selfefficacy is defined as an individual’s capacity to execute behavior necessary to produce specific
performance attainment; while, teacher self-efficacy is defined as a teacher’s belief in his or her
ability to complete the steps required to accomplish a particular teaching task in a given context.
Flores (2015) research determined that candidates’ confidence increased when pre-service
teachers had positive experiences at the onset of their training. In addition, research conducted by
Guillen, Gerrero, and Hoffman (2016) investigated how organizations neglect the ethical and
spiritual motivations in the workplace which may tie directly to the framework of Maslow’s
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hierarchy of needs in terms of teacher development. The current study represents research that
both support and challenge approaches to teacher preparation that takes into account how
teachers conceptualize their own capacity to achieve.
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Appendix B: Demographic Questionnaire

UID# U: [____] [____] [____] [____] [____] [____] [____] [____]
1. Gender:

[____] Male
[____] Female

2. Ethnicity: [____] Black
[____] White
[____] Asian
[____] Other
3. How long have you been enrolled in the Education Program?
[____] Years and [____ [____] Months
4. What licensure level are you working toward?
[____] Early Childhood
[____] Elementary
[____] Middle
[____] High
5. Did you take the Praxis II in the area of Special Education?
[____] No → SKIP to next Section and complete the Teacher Self-Efficacy Scale
[____] Yes → Please answer Question 5a and complete the Teacher Self-Efficacy Scale
5a. Reason for not taking the Praxis II in Special Education
[____] No interest in teaching students with Special needs
[____] Little preparation for teaching students with Special needs
[____] Other reason: Specify______________________________
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Appendix C: Teacher Self-Efficacy Scale

Disagree

5
5
5
5

4
4
4
4

3
3
3
3

2
2
2
2

If a student does well in your class, it is probably because
of your natural ability to teach
of the effort you put into teaching
the assignments are easy
you were lucky to get at least a few good students

When your class is having trouble understanding something you have taught, it is usually because
a. you do not possess a natural ability to teach
5
4 3 2
b. you did not put in enough effort
5
4 3 2
c. the material you are teaching is difficult to comprehend
5
4 3 2
d. you were unlucky in getting a particularly slow class this year
5
4 3 2

Strongly
Disagree

Unsure

a.
b.
c.
d.

Agree

1.

Strongly
Agree

Instructions. There are 16 statements with four ways you may feel about the
statement. Please select how much you agree or disagree with each part of the
statement by placing a circle around a number to indicate your answer: 5 for
“strongly disagree”, 4 for “agree”, 3 for “unsure”, 2 “disagree”, and 1 for
“strongly disagree. Remember you are being asked to circle a number for each of
the rows under each statement for a total of 64 responses. Thank you.

1
1
1
1

2.

When most of your students do well on a test, it is more likely to be because
a. of your natural ability to teach
b. of the effort you put into teaching
c. the test was easy
d. you were unlucky in getting a particularly slow class this year

1
1
1
1

3.

4.
a.
b.
c.
d.
5.
a.
b.
c.
d.
6.
a.
b.
c.
d.

5

4

3

2

1

5
5
5

4
4
4

3
3
3

2
2
2

1
1
1

When students in your class forget something that you had already explained, it is usually because
you do not possess a natural ability to teach
5
4 3 2
you did not put in enough effort in explaining the topic
5
4 3 2
the topic area is particularly difficult
5
4 3 2
you were unlucky in getting a particularly slow class this year
5
4 3 2

1
1
1
1

Suppose your principal says you’re doing a fine job. This is likely to happen because
of your natural ability to teach
5
of the effort you put into teaching
5
the material you are teaching is quite basic and easy to learn
5
you were lucky to get a good class academically able this year
5

4
4
4
4

3
3
3
3

2
2
2
2

1
1
1
1

If most of the students in your class are doing very well, it is probably because
of your natural ability to teach
of the effort you put into teaching
the material you are teaching is quite basic and easy to learn
you were lucky to get a good class academically able this year

4
4
4
4

3
3
3
3

2
2
2
2

1
1
1
1
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5
5
5
5

If you are working with a student who can’t understand a concept and he suddenly “get’s it”, it is likely
to happen because
a. of your natural ability to teach
5
4 3 2
1
b. Of the effort you put into teaching
5
4 3 2
1
c. the material takes a while to understand anyway
5
4 3 2
1
d. you were lucky at that moment
5
4 3 2
1

7.

8.
a.
b.
c.
d.

If few of your students by the end of the year are able to master the basic objectives established for their
grade level, it is most likely because
you do not possess a natural ability to teach
5
4 3 2
1
you do not put in enough effort
5
4 3 2
1
the objectives were established unrealistically high
5
4 3 2
1
you were unlucky in being assigned a particularly slow class this year
5
4 3 2
1

9.

When a large percent of student in your class are doing poorly , it is usually happens because
a. you so not possess a natural ability to teach
5
4 3
b. you did not put in enough effort
5
4 3
c. the topic area is particularly difficult
5
4 3
d. you were unlucky in being assigned a particularly slow class this year in
5
4 3
understanding and learning

2
2

1
1

2

1

2

1

10.

Suppose you present some new material to your students and most of them get it. This is likely to be
because
a. of your natural ability to teach
5
4 3 2
b. of the effort you put into teaching
5
4 3 2
c. the material is quite basic and easy to learn
5
4 3 2
d. you are lucky to have a good class academically to begin with
5
4 3 2

11. When your students do poorly on a test, it is because
a. you do not possess a natural ability to teach
b. you did not put in enough effort in teaching the material covered by the text
c. the test was too difficult
d. you were unlucky in being assigned a particularly slow class this year
12.
a.
b.
c.
d.

If a child does not do well in your class it is probably because
of your natural ability to teach
of the effort you put into teaching
the test was easy
you were unlucky in getting a particularly slow class this year
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1
1
1
1

5

4

3

2

1

5
5
5

4
4
4

3
3
3

2
2
2

1
1
1

5
5
5
5

4
4
4
4

3
3
3
3

2
2
2
2

1
1
1
1

13.
a.
b.
c.
d.

When you are having a hard time getting your student interested in a lesson, it is usually because
you do not possess a natural ability to teach

5

4

3

2

1

You are not putting in enough effort
the lesson is particularly boring
you were unlucky in getting a group of students who generally are difficult to
motivate

5
5

4
4

3
3

2
2

1
1

5

4

3

2

1

14.

If all of your students by the end of the school year are mastering the basic objectives established for
their grade level, it is most likely because
a. of your natural ability to teach
5
4 3 2
1
b. of the effort you put into teaching
5
4 3 2
1
c. the objectives are a minimum and easy for all to obtain
5
4 3 2
1
d. you were lucky to get students who, on the whole, are particularly bright
5
4 3 2
1

15.
a.
b.
c.
d.

When your students seem interested in your lesson right from the beginning, it is because
of your natural ability to teach
5
4
of the effort you put into teaching
5
4
the material is quite basic and easy to learn
5
4
you are lucky to have a good class academically to begin with
5
4

16.

On those days when you are depressed and feel you are not doing as good a job as you would like, it is
because
you do not possess a natural ability to teach
5
4 3 2
1
you did not put in enough effort
5
4 3 2
1
the material you are covering is very difficult to teach
5
4 3 2
1
it is one of those unlucky days when everything goes wrong
5
4 3 2
1

a.
b.
c.
d.

3
3
3
3

2
2
2
2

1
1
1
1

Adapted from Hillman, S.J. (2000). Teacher self-efficacy instrument. In P.E. Lester & L.K. Bishop (Eds.),
Handbook of Tests & Measurements in Education & the Social Sciences (2nd). Lancaster, PA: Technomic Publishing
Co. With permission
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Review Board
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The University of Memphis Institutional Review Board, FWA00006815, has
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the human consent form(s) and recruiting material(s) are no longer valid and
any research activities involving human subjects must stop.
2. When the project is finished or terminated, a completion form must be
completed and sent to the board.
3. No change may be made in the approved protocol without prior board
approval, whether the approved protocol was reviewed at the Exempt,
Exedited or Full Board level.
4. Exempt approval are considered to have no expiration date and no further
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